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AFTERWORD: THE TEACHING FANTASIA 
 
In Disney's Fantasia, the sorcerer's apprentice attempts to do what he has observed so many 
times before. Picking up the master's wand and placing his cap squarely on his head, he begins 
to cast spells. It is not long before the spells get away from him. His attempt to correct the mess 
by casting more misguided spells only adds to the chaos. As the editors of this book, we found 
this an interesting analogy to the situation of the educational system globally. The parallels 
between the unskilled but hopeful apprentice and the novice teacher; the attempt to clean up a 
mess by casting misguided spells to the barrage of reform movements; and the 
misunderstanding of the mastering of magic to the misconceptions of what it means to teach, 
to us seemed self-evident. There are some crucial issues that we must deal with if we are to 
begin to make any serious changes to the current state of affairs. 
 
 
THE SORCERER'S APPRENTICE 
 
As outlined in these chapters, pre-service teachers, beginning teachers, experienced teachers, 
teacher leaders and aspirant leaders all face the growing demands of emotional labour and are 
engaged in the emotional work that underpins learning environments. The 'false apprenticeship' 
(Bullock, 2013) highlights how teacher education remains historically problematic, with its 
focus on observation for replication, rather than the development of an individual's capability. 
Educators need to be enabled to refocus their attention on developing professional capital 
(Hargreaves & Fullan, 2012). According to Hargreaves and Fullan (2012) there are three 
elements that produce professional capital, these are human capital, social capital and 
decisional capital. The presence of all three is vital for a healthy productive education system. 
The education system is made up of people and education is for the people. Society and future 
societies rely on professional capital being promoted within education. 
 Before that can happen, the apprentice teacher needs to have the opportunity to 
systematically explore the expert teachers' decisional capital. Expert teachers' need to have time 
to engage the apprentice teacher in critical dialogues about pedagogy and the emotional labour 
and work that supports learning. It would seem that if this cannot be addressed it is likely that 
that theory into practice divide will remain unabridged. This same disconnect will be replicated 
within the online community of learners, as Borup et al. (2013) highlighted when describing 
the highly demanding, just in time, emotional labour and emotion work that is also occurring 
in online learning and teaching. The virtual care required to sustain learners in this environment 
is intense and consequently social capital is needed to promote sustainable teaching and 
learning. 'Social capital increases your knowledge - it gives you access to other peoples' human 
capital' (Hargreaves & Fullan, 2012, p. 90). An implication for virtual learning, as well as in 
face-to-face environments, is that the focus should be on developing human capital through 
social capital. 
 Also what this volume highlights is the need for increased awareness of the teacher 
leaders who find themselves in liminal space, when enacting their decisional capital in their 
new untitled roles. As educators we need the emphasis on working towards developing greater 
social capital so that teacher leaders can be freed from walking the micro-political tightrope, 
which is emotionally taxing and detracts from capability building and consequently minimises 
professional capital. As Hargreaves and Fullan (2012) argue 'every time you increase the 
purposeful learning of teachers working together you get both short-term results and longer 
term benefits as teachers learn the value of their peers and come to appreciate the worth of 
constructive disagreement' (p. 91). It is also the social capital of aspirant leaders that 
ameliorated their wounding and enabled their resilience in pursuing their ambitions. However, 
to what extent does this emotional work lead to or inhibit their decisional capital as leaders? 
The implication here is for further research that will enable the promotion of, and engagement 
in, professional capability building for the next generation of leaders. 
 The emotional labour and work of teaching and leading in schools is increasing with 
societal demands, and more recently agricultural economists' input regarding teacher 
effectiveness, accompanied by technocratic visions of educational practice. All of which does 
little to ameliorate diminishing practitioner self-esteem, and worn out or burnt out teachers. As 
Neville (2013) articulated 'our brain is sculpted by our experience' positively or negatively (p. 
14) and this applies to students, teachers and leaders. Policy needs to be more critically 
examined for its potential impact in light of this and scrutinised in its implementation. 
Economic and technocratic blinkers have led politicians and other external advisors to 
ignorantly scrutinise teachers and leaders, even contractually obligating them to commit to 
emotion work, while ignoring educators decisional capital. As identified by Hargreaves and 
Fullan (2012) 
 
professionals acquire and accumulate through structured and unstructured experiences, 
practice, and reflection - capital that enables them to make wise judgements in circumstances 
where there is not fixed rule or piece of incontrovertible evidence to guide them. Decisional 
capital is enhanced by drawing on the insights and experiences of colleagues in forming 
judgements over many occasions. In other words, in teaching and other professions, social 
capital is actually an integral part of decisional capital, as well as an addition to it. (pp. 93-94) 
 
The creation of all kinds of capital requires time and space. The clear implication from all of 
the arguments in this volume is that those with the professional decisional capital have been 
denied informational justice. 1 And this has been to the detriment of education and those who 
make up this system, in allowing the emotional labour and work to remain as hidden curriculum 
leaving apprentices to their own devises. 
 
 
 
 
MISGUIDED SPELLS 
 
As we move further into the information age, trust in institutions is diminishing. Trust in the 
political process, the priesthood, medical practitioners and teachers, to name just a few, have 
arguably never been lower than now. 'Schools once enjoyed the implicit trust of their 
communities' (Tschannen-Moran, 2004, p. 7), but increasingly they appear to be in 'contrived 
collaboration' with policy makers, where 'teachers' input [and expertise] is rarely taken 
seriously' (Tschannen-Moran, 2004, p. 79). Yet the teacher-student relationship, the teacher-
leader relationship and the policy- practice relationship rely on trust. When trust is low, 
organisations compensate by resorting to micromanagement and increasingly prescribed and 
detailed accountability, in an attempt to eliminate the need for trust. This response is always 
counterproductive, because trust cannot be denied or circumvented. And, nothing can replace 
it. 
 To trust another person or institution involves making oneself vulnerable to them. To 
rely on another, or to be interdependent, is to relinquish power to the other. In the current low-
trust climate existing in many parts of the world relinquishing power is too high a price to pay 
for those in control. Instead they mistakenly resort to manipulating systems in a 
counterproductive effort to reduce or remove the need for trust and replace it with what Andy 
Hargreaves powerfully describes in the preface to this volume as 'hyper-rationality' and the 
tyranny of imposed reform (p. xiii). Rather than fix the problem of low trust, these tyrannies 
reduce it even further, creating more difficulties and many negative emotions in teachers, 
leaders, students and parents. Politicians respond by blaming teachers and promising to weed 
out the low performers, be they teachers or leaders, priming media organisations with stories 
of the political rescue of the system by policy changes that invariably involve increased 
simplistic accountability based on unstable data, incorrect assumptions about the influence of 
teaching contexts and exogenous pressures which lead to attribution errors about causes and 
effects of teacher effectiveness (Berliner, 2012). Parents and students pick these stories up and 
can misinterpret teachers' intentions and behaviours. 
 The chapters of this book revolve around the hidden curriculum, the profession's 
emotional work and emotional labour. A commonality across all chapters is that a healthy 
vibrant system is built on and from trusting relationships and the tentative embrace of 
uncertainty. Real experts know the limits of their knowledge and embrace the boarder between 
knowing and not knowing, for that is where growth lies. We have to get back to understanding 
that it is the relationships that hold the system together that are under threat, not learning 
outcomes. Get the administrative, leading, teaching and learning relationships right and the 
outcomes will flow. Interfere with these relationships and the emotional labour of teaching and 
contrived collaboration increases. The end point is disenchantment in the form of either worn 
out or burnt out teachers and leaders (Richardson, Watt, & Devos, 2013, Ch. 12). Around the 
world education systems seem to be caught up in this downward spiral that continually reduces 
trust in both the system and the members who inhabit it. It is a situation similar to that of the 
sorcerer's apprentice, a continual escalation of responses to problems that create more 
problems. 
 
 MISUNDERSTANDING OF PROFESSIONAL SKILLS 
 
In March of 2012, Dr Clay M. Christensen, professor in the Harvard Business School, claimed 
that the relational aspect of teaching makes a difference in traditional universities and will do 
so even more in the future. The power of relationships was reinforced for him while a guest at 
a university banquet where, while seated next to the university president, the many donors who 
gave generously to the university were pointed out to him. One by one, the president connected 
the generosity of each alumnus to a professor or coach that had changed his or her life while 
attending the university. Dr Christensen then began to pay attention to his own university and 
hung back at the business school alumni dinners to try to get to the source of allegiance of those 
who continued to support their alma mater. He stated, 
 
... in every case it was the relationship with a faculty member that changed their lives. And the 
scary thing is, [of all the professors they had come into contact with in the business school] 
there were only eight who account for almost all of that discussion ... When we hire professors, 
we hire them because we think they will be great researchers and publish a lot. And, as a second 
thought, then we hope that she's a good teacher. But never do we think [about] whether in her 
heart, or his heart, [there) is the drive to mould these young people to be great people. 
(Christensen, 2012) 
 
 Teachers do change the lives of their students through the many ways they relate to 
them on both a cognitive and emotional level. If this is evident for adults in institutes of higher 
learning, it is much more profound between students and their teachers and leaders in primary 
and secondary schools. As David Berliner (2012) emphasized, this should not be confused with 
teachers improving class mean scores on standardised tests. Education is about relationships, 
mainly the relationship between teaching and learning. Learning involves deciphering and 
understanding relationships between ideas, texts, situations and people. Teaching involves 
cultivating personal relationships in order to facilitate learning. As Bernie Neville states in the 
first chapter of this volume, ' ... good teachers do the emotional work of tuning into the 
frustration, grief or resentment ... accept it non-judgmentally and respond to the child instead 
of the reacting to the behaviour' (p. XX). In this way, teachers change lives both by changing 
who the student is (emotion), as well as what a student knows (cognition). That is the hidden 
curriculum for teachers. 
 As much as the technocrats would like us to believe that education is a product; that 
learning is solely about obtaining facts and skills, and that teaching is just the delivery of said 
product, the fact remains that teaching and learning are simultaneously both cognitive and 
emotional. For students, there is no separating the cognitive function of incorporating new 
information into one's schemata from the joy of discovery, the frustration of failure, the pain 
of letting go of previously believed 'truths' or the excitement of mastering a new concept. 
Likewise, for teachers there would be equal difficulty in separating the cognitive decision-
making and planning from the emotional assessment of needs in making appropriate classroom 
judgments. Cognition has an emotional component, and emotion has a cognitive component. 
Thus, schools are places where emotion abounds as equally as cognition. The difficulty comes 
when we try to separate the two. We might be better served by acknowledging their 
complementary status, recognizing the additional emotion work in school relationships – 
dealing with difficult behaviours, supporting children in crisis (real or imagined), managing 
competing demands - and incorporating into the profession opportunities to learn the necessary 
skills, as well as some mechanisms to practice them. 
 Teachers in countries with increased preparation time may find that they are more 
successful because they have time not only to plan, but also to reflect and do the cognitive work 
to recover from the emotion work experienced in the classroom (Rime, 2007). As professionals 
who are charged with the responsibilities and expectations to know children and youth – how 
they learn, develop, thrive - and provide guidance as well as information, it would only seem 
logical that we prepare teachers for the emotional as well as cognitive aspect of teaching. Just 
as the sorcerer's apprentice did not fully grasp that being a great magician was more than 
conjuring spells, many outside the teaching profession do not fully comprehend the 
complexities of teaching. It is harder than it looks. 
 
 
ONLY WE CAN RESCUE MICKY MOUSE 
 
While education policy is left to career bureaucrats and public servants rather than career 
educators who understand the essential role of the human condition in the educational system, 
it seems the sorcerer's apprentice will still have trouble operating the system. To support the 
development of professional capital, the idea of learning communities that involve career 
educators, teacher educators, teachers and leaders need to be promoted and established so that 
they are the norm, rather than the exception. Equally significant is the development and support 
for communities of practice within schools, by providing time for critical, reflective 
discussions. What we need is an acknowledgement that no one has all the answers, and that 
sustainable improvement in the system will only emerge with increasing trust in all the people 
who make up the system, including students. This will take courage because it is not a quick 
fix solution and there will be implementation issues as the system moves from command and 
control to learning communities and communities of practice. The improvement will emerge 
from within the system; the people who co-create it every day with cognition and emotion. We 
will never solve human problems with technical solutions, but we might solve technical ones 
with human solutions. 
 
NOTE 
l. Informational justice is underpinned by transparent decision-making procedures, and 
intended outcomes considerate of people's concerns (Greenberg, 1993). 
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